Leaving school early is generally associated with relative poor adult outcomes, as indicated by relative low social status, reduced earnings, and poor mental health. Yet, not all young people leaving school early are failing to make it. Some are able to find continuous employment and achieve financial independence. Comparing the experiences of two British Birth cohorts born in 1958 and 1970 respectively, this study examines the trajectories of young people leaving school early, and identifies factors associated with a successful transition, i.e. achieving financial independence. The study comprises 11,219 individuals born in 1958 and 9,541 born in 1970 following their lives from childhood into adulthood. While the majority of young people born in 1958 left school at age 16 to enter the labour market, increasing numbers of young people born in 1970 are participating in further and higher education. In both cohorts those young people who left school early and who succeeded in reaching financial independence by age 34 showed higher school motivation than those who failed to make it. The findings highlight the importance of building up positive attitudes for learning among children and their parents, as these factors have long term beneficial effects, even for those who are leaving school early. Moreover, the role of macro-economic circumstances has to be acknowledged for a better understanding of variation in transition experiences in times of social change. Leaving school early -and making it! Leaving school early -and making it! Evidence from two British Birth Cohorts
Leaving school early -and making it! Evidence from two British Birth Cohorts
In the era of growing knowledge economies increasing numbers of young people are expected to participate in further education beyond compulsory schooling age, once the preserve of a relative privileged minority (Bynner, 2001; Mortimer & Larson, 2002) .
Following the introduction of new technologies and changing labour market opportunities, young people across all industrialised countries are under increasing pressure to participate in further education and to acquire formal qualifications (Blossfeld, 2005) . In the UK rates of post-compulsory education participation have changed dramatically since the 1970s (Department of Education and Science, 1993; Furlong & Cartmel, 1997) . In 1972 the legal minimum school leaving age was raised to 16, and the average length of education participation continued to rise among all social groups. While in 1973/74 around a third of 16-year old males and less than four in ten females participated in some form of full-time education, by 1993/94 more than seven in ten 16-year olds participated in full-time education. Against this changing socio-historical background, we assess a. consequences of early school leaving; b. factors and processes enabling young people to adjust a potentially problematic transition; and c. the generalisability of findings in two UK birth cohorts.
Early school leaving
The negative consequences of early school leaving are well established. Compared to those who remain in full-time education beyond compulsory schooling, early school leavers are more likely to experience unemployment, enter low-wage and precarious employment (Haveman & Wolfe, 1994; McIntosh, 2006; Rumberger & Lamb, 2003) .
One of the main concerns regarding early school leaving are the wider social costs, as early school leavers are more likely to require a wide range of social services, including welfare and unemployment assistance (Rumberger, 1987) . This is of particular concern in the growing knowledge economy, where the relative economic disadvantage of early school leaving might become even greater.
Leaving school early -and making it! There is however little evidence of how early school leavers might get back 'on track' or avoid the negative consequences of early school leaving (Hill & Jepsen, 2007; Sacker & Schoon, 2007) . To date, most studies on early school leaving have examined antecedents and negative outcomes. In this study we focus on a different issue, and assess factors and processes enabling young people to make it against the odds, a phenomenon also described by the term 'resilience' (Garmezy & Rutter, 1983) . Informed by a developmental-contextual perspective (Bronfenbrenner, 1989; Elder, 1995; Elder, 1998) we examine individual, familial and wider contextual resources that might act as a 'reserve capacity' (Sacker & Schoon, 2007; Staudinger, Marsiske, & Baltes, 1993) , making it possible for young people to resolve a potentially problematic transition, and to become financially independent.
A developmental-contextual framework
In order to gain a better understanding of how young people use both internal and external resources to resolve developmental demands we adopt a life-course perspective.
Human development is understood to be shaped by multiple levels of influence that interact over time, differentiating more distal influences such as societal norms and more proximal factors operating in the family environment (Bronfenbrenner & Ceci, 1994) .
The approach also takes into account the developmental integration of earlier levels of adjustment into later ones, and the embeddedness of human development in its sociohistorical context (Elder, 1998) , linking macro-and micro-level change. The approach enables a better understanding of the multiple influences on psychosocial development, conceptualising development as action in a changing context. The life course is understood to be socially structured by a set of formal or institutionalised rules prescribing the sequencing and timing of transitions, such as the transition from school to work. Such normative patterns are however subject to change. Changes can be brought about through influences from the wider socio-historical context in which the pathways are embedded as well as through individual agency (Elder, Johnson, & Crosnoe, 2004) .
The individual actively shapes the developmental process, bringing to each new situation his her or her attitudes, expectations, and feelings derived from his or her history of earlier interactions (Dillon, Liem, & Gore, 2003; Egeland, Carlson, & Sroufe, 1993; I Schoon, 2006) .
Reserve capacity
The life course perspective enables us to uncover processes that short-term studies fail to reveal. The consequences of early school leaving do not emerge at the end of the school years, and opportunities for 'turning around' a potentially problematic start into working life might open up later in the life course. The term 'resilient integration' has been used to describe a successful adaptation after a period of disruption or stress (Kumpfer, 1999) .
Certain attributes or circumstances that are generally associated with positive adjustment may not necessarily show immediate benefits, but may be predictive of reintegration later in life. In the context of this study, the notion of resilient integration could imply that an individual avoids the negative consequences of early school leaving by finding a niche in the labour market, or by returning to education after a disruption to gain further qualifications. Similar to the notion of 'sleeper effects', where beneficial effects are not detected until a period of time has elapsed, resilient integration requires protective attributes or circumstances to be stored up for later use. In the field of neuropsychology, the term reserve capacity is issued to describe a potential mechanism for coping with damage to the brain. Reserve capacity is not normally utilized but can be drawn upon when required. Borrowing this terminology, it is hypothesized that resilience, and resilient integration in particular are facilitated by a reserve capacity of protective attributes and environmental resources (Sacker & Schoon, 2007; Staudinger et al., 1993) .
Evidence from previous research suggests that predictors of positive outcomes for young people who experienced potentially problematic transitions, i.e. dropping out of school or becoming a teenaged parent, are also important for avoiding a poor start in the first place (Hill & Jepsen, 2007; Sacker & Schoon, 2007) . Factors generally associated with avoiding early school leaving, and successful academic transitions even in the face of adversity, include characteristics within the individual, their family, and the wider social context. Family factors, in particular parental social status and education are widely regarded as crucial influences on a child's success or failure in education and employment. Young people from less privileged social backgrounds generally leave Leaving school early -and making it! school earlier than their more privileged peers and encounter more problems in establishing themselves in the labour market (Kerckhoff, 1993; Schoon & Silbereisen, 2009 ). Parental support for and interest in their child's education, on the other hand, has shown to be protective factors that are associated with positive academic adjustment and career development, especially among relative disadvantaged young people (Alexander, Entwisle, & Kabbani, 2001; Schoon, 2006) , as have certain features of the family, such as household composition, family stability (Dillon et al., 2003; Rumberger, Ghatak, Poulos, Ritter, & Dornbusch, 1990) , as well as material resources in the home (McLoyd, 1998; Schoon, 2006) . On the individual level, factors associated with making it against the odds include academic ability, aspirations for the future (Entwisle, 2004; Wayman, 2002) , as well as school motivation (Archambault, Janosz, Fallu, & Pagani, 2009; Schoon, 2008; I. Schoon, Martin, & Ross, 2007) . Other factors identified in the literature are indicators of school composition and supportive teachers (Feinstein and Symons, 1999; Mortimore, Mortimore and Thomas, 1994; Robertson and Symons, 2003) .
In this paper we explore whether these factors can also act as a resource capacity, enabling early school leavers to avoid negative long term consequences. In particular we focus on the attainment of financial independence, which has been identified as a crucial marker for a successful transition to adulthood (Arnett, 1998 ) and a key concern regarding early school leaving (Rumberger, 1987) . Moreover, we compare transition experiences in two UK birth cohorts born in 1958 and 1970, to assess whether the same factors operate in a changing social context.
Transitions and social change
The two birth cohorts were born at crucial turning points in British social history. The 1958 cohort grew up during a period of extraordinary economic growth and social transformation, which has been described as a 'Golden Age' by Eric Hobsbawm (1995) (Hobsbawm, 1995) . This period ended in the 1970s, and in 1986 when the 1970 cohort reached compulsory school leaving age, they did so just at the height of a major economic recession, which lasted until the mid 1990s (McVicar & Rice, 2001) . Most young people born in 1958 who left school in 1974 could expect to obtain employment regardless of their educational credentials, whereas for young people born in 1970 school Leaving school early -and making it! attainment became a key prerequisite for employment (Bynner & Parsons, 2002; Schoon & Parsons, 2002) . Those who left school early were at an increased risk for a problematic transition, often foreclosing further career exploration (Furlong & Cartmel, 1997; McVicar & Anyadike-Danes, 2002) , especially so in the later born cohort.
During mid adulthood, i.e. in their early 30's, when most cohort members had completed their education and had made the transition to employment (Ferri, Bynner, & Wadsworth, 2003; Schoon, 2006 ) the 1958 cohort were facing the second wave of the major recession following the collapse of the stock market in 1987, with rising unemployment rates and business failures during the early 1990s (Halsey, 2000) . The 1970 cohort, in contrast, reached mid adulthood amidst an economic recovery that characterized the turn of the Millennium, but which ended with the 2008 credit crunch. In interpreting our findings, we will thus take into account the changing socio-historical context in which transitions take place.
Hypotheses
We hypothesize that the ability to make a successful transition to adulthood, to reach financial independence by the early 30's, is a function of individual, family and school characteristics that are generally associated with successful transitions, and which may operate as a 'reserve capacity' facilitating a successful transition in the face of adversity.
We expect that factors generally associated with staying on in further education to be also predictive of positive adjustment for early school leavers. On the family level, household composition (i.e. two versus single parent household), parental educational background and occupational status, family economic resources, as well as parental interest and support for their child's education are expected to be predictive of achieving financial independence despite early school leaving. On the individual level, the adolescent's academic capability, their school motivation, and patterns of behavior are expected to be predictive of reaching financial independence. Regarding distal features, we assume that the quality of the school environment also plays a role. Considering that young people in the later born cohort might be especially at risk for a more problematic transition after early school leaving, given the dire economic situation in the UK between the mid 1980s and 1990s, we expect that for them reserve capacity factors are of crucial importance for succeeding against the odds.
METHOD

Sample
The study draws on data collected for the 1958 National Child Development Study (NCDS) and the 1970 British Cohort Study (BSC70), comprising data collected from large samples of up to 16,000 individuals born in single weeks in 1958 and 1970 who have been followed from birth to adulthood. In NCDS seven follow up studies data were collected at ages 7, 11, 16, 23, 33, 42, 46 and most recently at 50 years (Power & Elliott, 2006) . Data collection sweeps for BCS70 have taken place when the cohort members were aged 5, 10, 16, 26, 30, 34 and most recently 38 years (Elliott & Shepherd, 2006) .
The following analysis is based on all respondents for whom complete data was collected at birth, at age 10/11, and at age 34 (BCS70) and 33 (NCDS). The analytic sample comprises 11,219 cohort members in NCDS (51% females) and 9,541 in BCS70 (52% females).
Sample loss due to attrition is a common problem in longitudinal research.
Analysis of response bias in the cohort data however showed that the achieved samples did not differ from their target samples across a number of critical variables (social class, parental education, and gender), despite a slight under-representation of the most disadvantaged groups (Plewis, Calderwood, Hawkes, & Nathan, 2004) . Bias due to attrition of the sample during childhood has also been shown to be minimal.
It was possible to identify variables that enable a comparison of experiences among individuals in the two cohorts, and to examine variation in the patterns of association. To account for missingness in the longitudinal data we used multiple imputation by chained equations (ICE) as implemented in STATA (Royston, 2005b) .
Measures
Family social status. Family social status is indicated through parental occupational social class and parental education. Parental occupational social class was measured by Leaving school early -and making it! the Registrar General's measure of social class (RGSC). The RGSC is defined according to job status and the associated education, prestige (OPCS, 1980) or lifestyle (Marsh, 1986) and is assessed by the current or last held job. It is coded on a six-point scale: I professional; II managerial and technical; IIINM skilled non-manual; IIIM skilled manual; IV partly skilled; and V unskilled (Leete & Fox, 1977) 1 . Class I represents the highest level of prestige or skill and class V the lowest. Where the father was absent, the social class (RGSC) of the mother was used in BCS70, and where there was no father at birth of NCDS cohort members, the mother's father's social class was used. For ease of interpretation the classification was recoded so that a higher score represents a higher level of occupational prestige. Parental education is measured using a dichotomous variable of whether or not they remained in education beyond the minimum school leaving age.
Free school meals. At age 10/11, cohort members were coded 0 = not in receipt of free school meals; 1 = receives free school meals.
Siblings. Number of siblings the cohort member was reported at age 10/11 and ranges from zero to 13 in both the NCDS and the BCS.
Mother reads to child. At age 10/11, mother reports of literacy activities in the home were coded dichotomously to indicate whether or not she regularly read to her child.
Education Aspirations. At age 10/11 parents were asked about their education expectations for their children. The information was dichotomized, indicating whether a parent expects the sample member to continue with full-time education or training after compulsory schooling at age 16 or not.
1 The occupational categories used in the US census and other European countries are similarly based on the skills and status of different occupations (Krieger, Williams, & Moss, 1997) .
Childhood academic attainment. In both cohorts, academic attainment was measured by standardized tests of reading and mathematics. All achievement measures were standardized with a mean of 0 and standard deviation of 1.
Reading. Reading comprehension in the NCDS was measured using a test specifically designed by the National Foundation for Education Research in England and Wales (NFER) (Fogelman, 1983) . The test consists of 35 items and has a reported reliability of .82 (Goldstein, 1979) . The BCS assesses reading using the 67 item Shortened Edinburgh Reading Test which examines children's vocabulary and word recognition, as well as their understanding of syntax, sequencing, comprehension, and retention and has a reported reliability of .96 (Butler, Haslum, Barker and Morris, 1982; Social Statistics Research Unit, 1982) .
Mathematics. The NFER also developed a 40 item arithmetic-mathematics test specifically for use in the NCDS (Fogelman, 1983) . The test has a reported reliability of .94 (Goldstein, 1979) . Achievement in mathematics for the BCS was measured by the Item analysis of the five-item scale suggest good internal consistency within each cohort, with coefficient alpha = .77 in NCDS and .76 in BCS70, and its validity has been established, showing significant correlations between school motivation and educational expectations and time spend in education (Schoon, 2008) . The scale score was z-standardized to ensure comparability of coefficients across cohorts. A high score indicates positive school motivation and a low score school disengagement.
Leaving school early -and making it! Self-regulation and behavioural adjustment. Attention problems and conduct problems were measured in both cohorts using a modified version of the Rutter 'A' Scale (Rutter, Tizard & Whitemore, 1970) at age 10/11. The measure of conduct problems consists of eight items that rate the degree to which children fight or bully others, tell lies, take / steal from others, are disobedient, irritable and not well liked by others. The measure of (in)attention is made up of three items that rate the frequency with which the child is restless, squirmy or fidgety and fails to settle to anything for more than a few moments. Adjustment is measured by summing each of the items scored on a three category scale from 0 to 2 ('Does not apply', 'Applies somewhat', 'Certainly applies'). The summed scores were zstandardized to ensure comparability of coefficients across cohorts, with a high score indicating problem behavior. A-level qualifications. Based on information about highest educational qualifications achieved by age 33/34 we derived a dichotomous variable indicating whether the cohort members have gained a-level qualifications, which are generally recognized as being the standard entry qualification for academic courses at university.
Financial independence in adulthood.
Three dichotomized indicators were used to assess financial independence of cohort members in mid adulthood: not being in receipt of means-tested state benefits, not being in a workless household, and not being unemployed for 12 months or longer between the ages of 16 and 29. Social welfare in the UK is allocated on the basis of household income (UK Social Exclusion Unit, 1998), which is reflected in a question to the cohort member at age 33 in NCDS and 34 in BCS70, whether they or their partner received any means-tested social benefit income during the last 12 months. The answers were coded as (0) meaning "economic dependence on social welfare" (the cohort member's household was in receipt of means-tested social benefits);
and (1) meaning "economic independence from social welfare" (the cohort member's household did not depend on social benefits). In addition we have a variable to indicate whether at least one person of working age living in the household is in paid employment (yes=1; or no=0). Based on the employment histories (Galindo-Rueda, 2002) we also have an indicator of whether the cohort member had been unemployed for 12 months or longer between the ages of 16 and 29 (no = 1; yes = 0). The three binary variables were added into a summary score ranging from 0 to 3 indicating financial independence reached by age 33/34, with a score of 0 indicating dependence and a score of 3 independence from state welfare. Table 1 shows the prevalence of early school leaving in the two cohorts. More young people in the 1958 cohort left school at minimum age than in the 1970 cohort. In both cohorts men were more likely than women to leave school early.
RESULTS
Insert Table 1 Early school leaving is more prevalent among young people from less privileged family background, i.e. their parents are in less prestigious occupations and are less educated, than parents of those children who stay on in school (see Table 2 ). They are more likely to receive free school meals (an indicator of family poverty) and have more siblings, as well as parents who are less likely to support further education. There were only slight differences between the two groups regarding whether their parents read to them.
Insert Table 2 Early school leavers are in less prestigious schools than those staying on, their teachers rate their general knowledge and ability lower, and rate their parents as less Leaving school early -and making it! interested in their education. They have lower attainment in the mathematics and reading tests measured at age 10/11, show more attention and conduct problems, and lower levels of school motivation. In their transition to adulthood they spend more time in full-time employment and less time in education and training than those who leave school later.
They are also less likely to acquire A-level (or equivalent) qualifications -although about a fifth of early school leavers appear to have returned to education and have gained Alevels or their equivalent, which is the standard entry qualification for going to university.
The findings also suggest that most young people who left school early did actually reach financial independence in their early 30s and do not draw on welfare benefits, live in workless households, or experienced long-term means-tested benefits.
Compared to the 1958 cohort, the rate of dependence on state benefit has even decreased for the 1970 cohort and fewer individuals were long-term unemployed.
Insert Table 3 Remaining in education: Resources and assets Table 3 gives the result of the logistic regression estimating the odds of leaving school at minimum school leaving age. Being born into a socio-economically disadvantaged family is a major risk for leaving education early in both cohorts. Family structure, i.e. being born into a single parent family, is a significant risk factor for the 1970 cohort only.
Parental support for further education appears to be a crucial factor in shaping the decision to leave school early in both cohorts, as is parental interest in their child's education. After controlling for family characteristics, teacher rating of the child's ability as well as the wider school context are also important factors associated with early school leaving. Individual characteristics and previous academic attainment are also influential for early school leaving, over and above family background and characteristics of the school context. Young people, in particular boys, are more likely to leave school early if they had low scores in previous mathematics and reading assessments and low school motivation. Behaviour problems appear to play a less important role.
Insert Table 4 Leaving school early -and making it!
Achieving financial independence by age 33/34
In a next step, we predicted economic independence of cohort members in their early 30s. Table 4 shows the results of the ordinal logistic regression models for the full sample and early school leavers in each cohort separately. Early school leaving is a significant risk factor for dependence on welfare benefits, especially in the later born cohort. In the 1958 cohort those staying on until age 18 were 19 per cent more likely to be financially independent than those who left school at age 16, and in the 1970 cohort they are 57 per cent more likely to be so. Those who left school at age 19 or older had an even greater likelihood of financial independence.
In both cohorts number of siblings is a risk factor for economic dependence and for earlier born 1958 cohort, being brought up by a single mother poses an additional risk. Women in their early 30s are more likely than men to be financially independent.
Factors enabling young people, including early school leavers, to reach financial independence are ability in math and school motivation, as well as continuous participation in employment. Reading ability and behavioural adjustment is only significant for those born in 1958, as is return to education leading to further qualifications (i.e. receipt of A-levels, which is the standard entry qualification for entry into universities). This finding could suggest reduced returns for increasing qualifications in the later born cohort who have to compete against an increasing number of highly qualified young people. The quality of the school experience also appears to be more significant for the earlier born cohort, while teacher rating of parental interest seems to be more relevant for young people born in 1970.
We also tested interaction effects between early school leaving and individual characteristics as well as transition experiences (gender, math, reading, school motivation, behavior adjustment, returning to education). There was a significant interaction between early school leaving and gender for the 1958 but not for the 1970 cohort, suggesting that women in the 1958 cohort who leave school early are significantly more likely to be financially independent than men leaving early. The only other significant interaction effect was observed in the 1970 cohort for early school leaving and return to education, which is negatively associated with financial independence, Leaving school early -and making it! suggesting that early school leavers who returned to education actually reduced their chances of gaining financial independence.
CONCLUSION
Most early school leavers appear to make a successful transition to independent adulthood, and succeed in gaining financial independence by their early 30's.
Furthermore, about a fifth of early school leavers returned to education to acquire A-level qualifications. The findings suggest that resource factors that reduced the risk of early school leaving also support 'resilient integration' later in life. In both cohorts ability in math and school motivation were identified as a crucial factor promoting positive adjustment. The findings underline the importance of a positive attitude towards learning as a resource factor (Schoon, 2008) , although the effect was slightly reduced in the later born cohort. Even if a resource factor does not show an immediate effect, it can be beneficial later on in life.
Interestingly, fewer young people born in 1970 seem to depend on benefits in their early 30's than those born in 1958, and are more likely to reach financial independence. This is surprising, as we had expected that early school leavers in the later born cohort would be relatively more at risk for negative outcomes, due to the increasing competition in the job market. This finding might be due to period effects. Another interesting finding of this paper is that in the later born 1970 cohort, reading ability and the acquisition of A-level qualifications have lost their significance as potential resource factors for early school leavers. While early school leavers born in equivalent level qualifications were more likely to gain financial independence than those who did not. In the 1970 cohort these beneficial effects have become non-significant.
This finding possibly reflects the growing competition for jobs, where those with relative low qualifications loose out against their better skilled competitors. It could also mean that in a booming economy there is also increasing demand for low-skilled workers.
In both cohorts, females appear to do better economically than males, for whom early school leaving is more strongly associated with dependence on welfare benefits. It might be that women, especially those in the 1958 cohort may be better supported financially through partnership and marriage, and thus less likely to be financially dependent in their early 30s. There is also evidence to suggest that women in the 1958 cohort women had children earlier than women in the 1970 cohort (Ferri et al., 2003) , which means that 33 year old mothers born in 1958 would be more likely than 34-year old mothers born in 1970 to have returned to work after having had children and thus less likely to be on benefits or in a workless household (Kneale & Joshi, 2008) .
In interpreting the findings, some strengths and weaknesses of our study have to be considered. The study is based on two large, fairly representative samples of the UK population that were followed from birth into the adult years, offering the opportunity to compare experiences of early school leavers born in 1958 and 1970, which is rarely done.
As with all research using cohort studies, this work is constrained by having to make the best use of the available data. Several procedures were employed to make the data from the two cohorts comparable -such as recoding the data into same scales and data
standardization. Yet, we have to bear in mind that data were collected using different questionnaires which may pose a limitation to the comparability of the data. Another limitation is the attrition of respondents over time. Response bias at the individual level would tend to underestimate the effect of social disadvantage, as sample attrition is greatest among cohort members in relative disadvantaged circumstances. Here we used multiple imputation as implemented in STATA 11 (Royston, 2005a) as a 'best effort' technique to deal with missingness in the data, although our findings might be slight underestimates of the role of socio-economic adversity. Nonetheless, drawing on two large scale samples of similar age and using similar measures in the two cohorts provides crucial evidence on the associations between childhood experiences, early school leaving, and associated adult outcomes. Although the study is based on data collected in the UK there are similarities to studies conducted in other countries (Archambault et al., 2009; Hill & Jepsen, 2007; Rumberger & Lamb, 2003) .
In summary, our findings suggest the need for clearly structured education and employment pathways and policies for young people from relative disadvantaged backgrounds, particularly during times of economic fragility. Moreover, policy makers have to recognize that there is no one path to successful adult outcomes (Schoon & Silbereisen, 2009 ). Transitions to adulthood do not follow a standard trajectory, and different career paths require different strategies to successfully meet the ensuing demands. The findings highlight the need to consider more flexible and diverse life course models, and the need for broader definitions of 'successful' transitions, taking into account variation in resources among different subgroups in the population. To successfully negotiate a potentially problematic transition it is important for young people to build up resource capacities that promote resilient integration, i.e. avoiding dependence on state benefits either by gaining further qualifications after leaving school or -and more importantly so in the later born cohort, by remaining attached to full time employment. In addition and above academic capabilities, non-academic skills play an important role in enabling young people to succeed against the odds (Kerckhoff, Raudenbush, & Glennie, 2001; Rumberger & Lamb, 2003) . The study found that positive attitudes to education and learning were important factors enabling young people to turn around a potentially problematic trajectory. Opportunities should be provided for disadvantaged young people and their parents to learn more about possible routes through the educational system and ensuing employment opportunities, especially in a changing socio-historical context.
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